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Past research studies have found that children with Autism Spectrum Disorders 
(ASD) show deficits in producing narratives, more specifically in the areas of story 
grammar, linguistic cohesion, and Theory of Mind (ToM). Theory of Mind is the ability 
to understand that other individuals perceive thoughts, emotions, and perceptions 
differently than their own. Jerome Bruner (1986) suggests that children with ASD have 
deficits in ToM. This study compared the narrative elements of story grammar, linguistic 
cohesion, and landscape of consciousness in a narrative produced from a wordless picture 
book. Participants included 5 typically developing children and 5 children diagnosed with 
ASD between the ages of 10-13 years. Each child was instructed to give a narrative based 
on a wordless picture book. The overall hypothesis is children with ASD will produce 
narratives with limited story grammar, linguistic cohesion, and landscape of 
consciousness.  Results indicated that children with ASD produced shorter narratives and 
used less story grammar, linguistic cohesion, and landscape of consciousness elements 
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Chapter 1: Introduction 
According to the American Psychiatric Association (2013), the developmental 
disorder known as autism spectrum disorder (ASD) is recognized through deficits in 
communicative and social skills coinciding with repetitious behaviors and restricted 
interests. In concert with other difficulties, research indicates that children with autism 
have problems in their ability to produce detailed narratives when compared to those of 
typically developing children (Bruner & Feldman, 1994).  
Narratives are an account of an event or an experience, which can be either true or 
false. Narratives are essential for social communication as they are regularly produced 
during conversation, negotiations, and developing friendships (Korkmaz, 2011). Aspects 
of narratives include story grammar and linguistic cohesion (Bruner, 1986). Story 
grammar is the broad structure of a story, while linguistic cohesion is the ability to 
connect sentences together using linguistic terms to ensure that the story makes sense to a 
listener (Korkmaz, 2011).  
Part and parcel of producing narratives is being able to describe the actions of 
characters in a story, on the one hand, and to describe thoughts and feelings of characters 
in a story, on the other hand. Describing actions and psychological states of characters is 
conducted through the concepts of landscape of action and landscape of consciousness 
(Bruner, 1986; Pelletier & Astington, 2004). For the landscape of action, a child provides 
concrete details in the story; with landscape of consciousness, the child explains the 
psychological states of characters within in the story. As children develop they begin with 
producing simple to more complex narratives with the previously stated story elements. 
Story element terms will be further defined in the literature review section. 
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Research has shown that children with ASD have difficulty with producing 
narratives specifically with story grammar and linguistic cohesion (Pelletier & Astington, 
2004; Tager-Flusberg, 1995). Bruner (1986) proposed that children with ASD have 
difficulty producing narratives due to a lack of theory of mind (ToM). ToM is the ability 
to understand the concept that other individuals have different thoughts, beliefs, and 
feelings than one’s own. Further, it is the ability to assume the psychological states of 
others and to recognize emotions within individuals. Bruner (1986) suggested that 
children with ASD have difficulty with narratives because they lack the ability to 
understand the psychological states of others. There is a plausible relationship between 
landscape of consciousness and ToM due to the fact that children with ASD do not have 
the social cognitive skill of ToM (Baron-Cohen, Leslie, & Frith, 1985).   
Although there has been research investigating story grammar and linguistic 
cohesion in children with ASD, there is a lack of documented studies analyzing Theory 
of Mind (ToM) and how ToM relates to narratives specifically with regard to landscape 
of action and landscape of consciousness in this population (Pelletier & Astington, 2004; 
Tager-Flusberg, 1995). This study will analyze narratives to investigate whether children 
with ASD use landscape of consciousness in a story format from a wordless picture book. 
The overall hypothesis is children with ASD will produce narratives with limited 
story grammar, linguistic cohesion, and landscape of consciousness. Furthermore, this 
hypothesized deficit in narrative skill, according to Bruner and Feldman (1994), suggests 
a lack in Theory of Mind, contributing to difficulties socially and in communication.  
This following literature review will further define narrative structure and definition 
of terms used in narratives. It is divided into the following four section: 1) definition of 
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story grammar, linguistic cohesion, and landscape of consciousness and landscape of 
action, 2) the relationship of these concepts to theory of mind, 3) how all of these 
concepts are important in the production of narratives, and 4) report on the literature in 
how children with ASD have difficulty producing narratives.   
 
Chapter 2: Literature Review  
2.1: Definitions of story grammar, linguistic cohesion, and landscape of 
consciousness and landscape of action 
Story grammars are the basic components of a story providing a structure for the 
internal contents of a story and is needed to develop a cohesive, comprehensible 
narrative, whether the narrative is oral or written (Strong, 1998). Furthermore, story 
grammar, defined by Gordon and Braun (1983), is a set of schemata and rules which 
form the structure for story organization. Story grammar focuses more on the larger 
elements of a narrative that includes a setting, theme, plot, and conclusion. Additionally, 
story grammar is particularly important because its rules identify a story’s individual 
elements, the types of information occurring at various locations, and the relationships 
among the previously stated story elements (Gordon & Braun, 1983). Ultimately, story 
grammar is used to establish, “the temporal and causal relationships,” in a narrative 
(Strong, 1998). Story grammar is necessary to create a comprehensible progression 
throughout a story because it requires the synchronization of events, actions, and motives.    
Although there are several outlines for narratives, there are two that will be 
discussed as they are used to evaluate children’s narratives. The two outlines are not 
conflicting, but complement each other. Stein and Glenn (1979) defined seven narrative 
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elements of story grammar and Applebee (1978) defined five stages of narratives. Stein 
and Glenn’s (1979) seven narrative elements of story grammar include setting, initiating 









Setting (S) Descriptions and introduction of 
temporal elements, location, 
activities, characters, and objects. 
Once upon a time, there was a 




Initiating event involves a 
description of a hindrance the 
character needs to overcome or deal 
with, usually calling for a response 
from the story’s protagonist. 
Sean and his dog went to the 
pond to go fishing. As Sean 
held his fishing pole out, he 
felt something grab onto it. 
Sean pulled and pulled, but the 
thing was stronger. 
Internal 
response (IR) 
Involves the thoughts, motives, and 
feelings of individual characters. It 
also defines the meaning behind the 
actions (and plot) of the narrative. 
The turtle bit the dog on the 
tail and the dog cried out. The 
boy thought the turtle was 
being very mean, so he went to 
help get the turtle off of the 
dog’s tail.   
Plan (P) Encompasses details about the 
measures the character(s) take to deal 
with the problems faced within the 
story. 
The boy knew he’d have to go 
in the water to get the dog 
back, so he started taking off 
his clothes before diving into 
the pond. 
Attempt (A) Attempt is the component describing 
the general measures or actions taken 
by the character(s). 
The dog thrashed around in the 
pond, trying to escape from the 
turtle. He dog-paddled as hard 
and fast as he could, making 
lots of splashes. 
Consequence 
(C) 
Follows the actions taken by the 
character(s) describing the after 
effects of said actions, usually in 
response to dealing with problems or 
other complications. 
After the dog reached the 
shore, Sean and the dog and 
the frog realized that the turtle 
was no longer moving and was 
floating still in the water. 
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Reaction (R) A component that expresses any final 
internal feelings or any actions at the 
story’s end. 
Sean, his dog, and the frog all 
forgave the turtle and the turtle 
became a friend to them. They 
all were happy to make new 
friends and went home 
together.  
 
Applebee (1978) developed fives stages in story grammar development and 
indicated an age at which children will acquire the abilities in that stage. This is outlined 
in Table 2 below. 
 
Table 2  
Applebee’s story grammar elements 
Stage Definition Example Age of 
occurrence 
Heap descriptions and observations 
of actions or circumstances not 
focused around a central 
theme, mainly using the story 
grammar component, setting 
“There was a boy who had 
a frog. There is a dog. 
There is something in the 
water. Then he pulls on 
the stick. I see a bucket.” 
2 to 3 years 
Sequence  
Stories 
Primarily labeling, but 
description revolves around 
one theme. 
‘There was this boy who 
had a dog. They went 
fishing. Oh, look, it’s a 
fish. They caught it. But, 
they fell in the water. The 




one central character while 
encompassing the story 
grammar elements of initiating 
an event, attempt, and 
consequence 
‘The fish was actually a 
turtle. The turtle was 
pulling the boy in the 
pond. The turtle bit the 
dog and didn’t let go.’ 




Involves temporal, causal, and 
consequential relationships 
‘Yesterday, a boy went 
fishing with his dog. The 
boy caught something on 
his fishing hook. He 
pulled and pulled. And he 
fell in because the fish 




dog jumped in the water 
to save the boy.’ 
True  
Narrative 
contain a main character, plot, 
and theme, and the ending 
involves a resolution to the 
obstacle within the story 
‘Once upon a time, a boy 
and a dog and a frog went 
fishing. They went to their 
favorite pond to fish. The 
boy took out his hook 
when he saw something 
move in the water. The 
dog and frog tried to help 
the boy catch the fish, but 
the fish was too strong. 
The fish pulled them into 
the water. That made the 
boy mad. But, the fish was 
not a fish. It was a turtle. 
The boy apologized to the 
turtle and they all lived 
happily ever after.’ 
5 to 7 years 
 
 The elements and stages of narratives provide insight into a child’s linguistic 
ability, the child’s ability to plan and sequence events and facts, and the ability to 
perceive emotions in others in causal relationships (Stein & Glenn, 1979; Applebee, 
1978). According to Applebee (1978), by age seven, a child should be proficient in 
producing a ‘True Narrative’; containing a main character, plot, and theme, and a 
resolution. Applebee’s stages of narrative development are similar developmentally to 
Stein and Glenn’s story grammar elements with the difference being that Applebee 
named the stages and Stein and Glenn provided more detail in how to measure different 
story elements. 
 
2.2: Linguistic cohesion 
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Linguistic cohesion focuses on the sentence structure in a narrative and is 
basically how particular words in separate sentences relate to each other (Strong, 1998). 
Specifically, linguistic cohesion helps to provide and maintain the organization of the 
story. The purpose of organization is so some words do not have to be repeated. These 
words are known as deictic. Deictic terms are word classes that include pronouns such as 
‘he’, ‘she’, ‘him’ and ‘her’ and demonstratives such as ‘that’, ‘there’, ‘this’ and ‘those 
(Hobson, García-Pérez, & Lee, 2010). For example, in the following sentence, ‘The boy 
is running. He can run really fast,” the word ‘boy’ does not have to be repeated in the 
subsequent sentence because the word ‘he’ helps to relate the sentences to each other. 
Another example with a demonstrative is in the following sentence, ‘The girl put her 
book on the table because she wanted it there.’ Although it is one sentence, the word 
‘table’ does not have to be repeated because the word ‘there’ describes the original 
location of the ‘table’. Linguistic cohesion occurs throughout narrative production by 
establishing the subject of the thought and refers back to that subject by using deictic 
terms (Hobson, García-Pérez, & Lee, 2010; Strong, 1998).   
 
2.3: Landscape of consciousness and landscape of action 
 According to Bruner (1986), narrative thinking is composed of landscape of 
action and landscape of consciousness. Landscape of action is constructed when a 
narrator is describing the physical behaviors and actions of the story characters. These 
actions may be visibly displayed in pictures of a storybook. An example of landscape of 




Landscape of consciousness covers the conscience or mindfully focused 
occurrences experienced by the story characters (Bruner, 1986). The psychological states 
of the characters convey emotions. An example wherein the landscape of consciousness 
is represented could look like the following sentence, ‘The boy thought about how lovely 
the day was and the dog felt happy to be in the sunshine.’ This example discusses 
feelings and thought processes conveyed through the words ‘thought’ and ‘felt’, giving 
the audience insight as to the motivation behind the actions of the boy and the dog. More 
importantly, the personal emotions felt by the characters of the sentence are perceived, 
adding to the depth of the storyline.  
 
2.4: Relation of linguistic cohesion, story grammar, and landscapes of action and 
consciousness to Theory of Mind 
These three elements of story grammar, linguistic cohesion, and the landscapes of 
action and consciousness are interwoven when a narrative is produced. Research has 
indicated that typically developing children tend to gain the ability to use story grammar 
and linguistic cohesion to form more complex narratives around the age of six years old 
(Pelletier & Astington, 2004). By age six, children are typically able to coordinate the 
elements of a plot (including setting, initiating events, actions, consequences, and internal 
responses) and the emotional perspectives of the individual characters within a narrative 
(Pelletier & Astington, 2004). However, landscape of consciousness is a challenging 
concept for typically developing children ages four and under and these children are 
unable to coordinate the two landscapes. In this circumstance, both Bruner along with 
Pelletier and Astington theorize that a grasp of consciousness is undergoing development 
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at this time (roughly two to five years old) in a typically developing child’s life (Bruner, 
1986; Pelletier & Astington, 2004).  The relation between Theory of Mind (ToM) and the 
previously discussed narrative elements will be discussed in the following section. 
 
2.5: Theory of Mind and its relation to narrative elements 
Theory of Mind (ToM) is a specific cognitive skill that includes a related set of 
intellectual abilities allowing individuals to understand the concept that individuals 
having beliefs, desires, plans, hopes, information, and intentions differing from others 
(Korkmaz, 2011). Being able to share events and experiences through narratives is 
fundamental to social interaction and establishing relationships. For proficient social and 
language skills, it is also fundamental to be able to construct cogent narratives (Hilvert, 
Davidson, & Gámez, 2016).  
When telling a story ToM is necessary to describe a character’s thoughts and 
beliefs to communicate a plot, theme, and a conclusion. To provide this type of 
information, landscape of action and landscape consciousness are used. Bruner (1986) 
describes landscapes of action and consciousness as aspects of narrative thinking. Bruner 
defines landscape of action as the outward behavior of characters in a story, while 
landscape of consciousness describes the inner world of the characters in a story that is 
expressed by the narrator (Bruner, 1986).  Narrative thinking within the landscape of 
consciousness is a metacognitive ability in which specific vocabulary is used to describe 
the mental states of the characters including terms such as ‘think’, ‘understand’, and 
‘believe’ (Pelltier & Astington, 2004). Furthermore these terms are known as ‘mental 
state terms’, which is an overriding term used to describe perceptions, emotions, and 
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cognitions (Bang, Burns, & Nadig, 2013). When a child uses these mental state terms 
within their narratives, they are referring to the internal state of either themselves or 
others and furthermore, their ability to perceive what others may be thinking and feeling 
(Bang, Burns, & Nadig, 2013). Pelletier and Astington (1996) describes this 
metacognitive language as “language of mind,” (p. 7).  
Pelletier and Astington (2004) found that the ability to integrate the landscape of 
consciousness and action is related to ToM. The tasks Pelletier and Astington (2004) 
gave to the children participants were Theory of Mind tasks and story-retelling tasks. The 
Theory of Mind tasks involved identifying whether the children were able to understand a 
character’s ‘mistaken belief’ if certain objects were moved from their environment 
without the character’s knowledge (Pelletier & Astington, 2004). The story-retelling task 
required the children to give a narrative based on wordless picture books in order to 
identify whether the children could coordinate the landscapes of consciousness and action 
(Pelletier & Astington, 2004).  According to the researchers, children of four years of age 
were able to give narratives containing a plot, but the plot lacked all other elements of 
story grammar. However, six year old children were able to produce narratives showing a 
greater level of organization and could coordinate both landscape of action and 
consciousness using linguistic cohesion. These children also showed that mental state 
played a role in the ability to coordinate the two landscapes by being able to interpret 
events within a sequence, identify character moods and emotions, and coordinate 
emotions with the action within said events (Pelletier & Astington, 2004). This study not 
only confirmed that there is a developmental aspect to a child’s ability to integrate the 
landscapes of action and consciousness within story grammar and the use of linguistic 
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cohesion, but the study also shows that the coordination of these two landscapes helps 
children to develop knowledge about a more complex understanding of the psychological 
world. 
To summarize, typically developing children gain the ability to produce narratives 
describing the psychological states of characters because the children have established a 
sense of Theory of Mind. Establishing ToM is done by describing landscapes of action 
and consciousness through the use of story grammar and linguistic cohesion. This is not 
the case with children with ASD as they have particular difficulty with ToM, which can 
affect their narrative skills. Children with ASD and ToM will be discussed in the 
following section. 
 
2.6: Narratives of children with Autism Spectrum Disorder  
Craig and Baron-Cohen (2000) suggest that ToM is linked to imagination; 
therefore children with ASD tend to have a deficit in the ability to produce narratives due 
to a lack in imagination. While imagination is a very subjective concept to measure, an 
experiment by Craig and Baron-Cohen (2000) was designed to elicit narratives based on 
1) a story about a dragon and 2) a story about a child and a swan. Thirteen children with 
autism and children with Asperger syndrome participated in the study.  Narratives were 
elicited in quiet settings, taped, and later transcribed and scored according to length of 
narrative and introduction of imaginary elements. Length of the narrative was measured 
by singular elements within the narrative (story grammar); and the introduction of 
imaginary elements was measured based on how many imaginary elements the child 
introduced to the narrative without any given prompting from the experimenter.  Results 
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showed that the children were highly unlikely to give a spontaneous, imaginative 
narrative in either condition given. A couple of the children refused to even participate in 
giving a narrative about either scenario, even though they were able to complete the pre-
test which was to tell a story about what they had done the previous day. For overall 
imaginative elements in both scenarios, a deficit in producing these stories was reported. 
Arguably, there are multiple plausible causes, which range from the theory of executive 
dysfunction due to the inability to separate from reality, to the Theory of Mind issue 
earlier discussed. The findings for this study did not hint at where specifically the cause 
of a lack of ToM stems from. However, both the children with ASD and with Asperger’s 
created shorter stories that contained few imaginary elements; and both groups failed to 
use story grammar or linguistic cohesion within their responses. 
According to a study by Tager-Flusberg (1992), six children, ages three to seven 
years old, with ASD had difficulties in spontaneously creating a story from a wordless 
picture book and never used any cognitively complex words defining emotion or thoughts 
from characters within the individual stories.  In a separate study comparing ten children 
with ASD, ten children with an intellectual disability, and ten typically developing 
children, Tager-Flusberg (1995) found there were similar narrative problems in story 
grammar and linguistic cohesion between the children with ASD and the children with 
intellectual disability. Additional deficits included shortened length of the narratives and 
the use of causal statements. The narratives did not successfully contain story grammar 
elements, nor were there inferences made connecting the character’s actions to their 
intentions and motives (Tager-Flusberg, 1995). Nonetheless, both studies revealed no 
differences in the use of mental state terms between the two groups.  In a more recent 
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study conducted by Hilvert, Davidson, and Gámez (2016), children ages 6 to 12 with 
ASD were provided with a structural story format, but they were still unable to use 
linguistic cohesion and story grammar components. This study showed that children with 
ASD continued to have difficulties with narrative skills up to 12 years of age. However, 
the study also found that when the older children scored higher in linguistic cohesion and 
story grammar, their ToM outcomes were stronger. Even still, those children with ASD 
who performed better with narratives continued to show deficits in the areas of 
establishing causal relationships and character motives. These crucial features in 
narrative ability establish causal relationships, demonstrating a child’s ability to tap into 
their ToM as well as the landscape of action and consciousness.     
 An additional problem that may also affect the narratives of children with ASD is 
that the children could have a language impairment, even though the impairment is not 
always detected by standardized language assessments (Banney, Harper-Hill, & Arnott, 
2015). Banney, Harper-Hill, and Arnott (2015) compared the narratives of children with 
ASD and typically developing children between the ages 9-years to 15-years. The 
narrative was elicited with a wordless picture book. The researchers evaluated the 
narratives for story length, fluency, semantic content, and syntactic structure. Results 
showed that the children with ASD had more difficulties in the areas of syntactic 
complexity, pronoun ambiguity, and episodic structure their typically developing peers. 
In another study, Durrleman, Marinis, and Franck (2016) compared children with ASD 
and typically developing language that were matched for nonverbal age. Ages included 4-
year-olds, 6-year-olds, and 8-year-olds. It was found that the syntactic complexity in 
children with ASD was lower than the typically developing children even though their 
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nonverbal ability was the same. This suggests that children with ASD may have a 
specific language deficit beyond their social impairments.  Banney, Harper-Hill, and 
Arnott (2015) recommend that a narrative analysis be conducted to determine subtle 
differences in the language of children with ASD.  
In summary, children with ASD have limited ability in using linguistic cohesion 
and story grammar when producing a narrative. Their narratives are typically shorter in 
length, and there is a common pattern of these children being unable to make linguistic 
connections to describe the intentions and motives of characters. They lack ToM that 
influences the complexity of the narrative. Finally, children with ASD have syntactic 
deficits beyond the social impairments. 
 
 2.7: Hypothesis 
The purpose of this study is to investigate to what extent children with ASD will 
use linguistic cohesion, story grammar, and landscape of action and landscape of 
consciousness in their narratives. Research has shown that children with ASD do have 
difficulties with these elements, but the previous research has not focused on the use of 
individual narrative components, and most studies focus on children under the age of 10 
years old.   It is predicted that older children with ASD will not be able to coordinate the 
landscapes of action and consciousness due to an inability to use story grammar and 
linguistic cohesion (S. Gillam, Hartzheim, Studenka, Simonsmeier, & R. Gillam, 2015).  
This study will answer the following questions:  
1. Do children with ASD use landscape of consciousness similarly to their typically 
developing peers when producing a narrative? It is hypothesized that children with ASD 
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will be limited in their use of landscape of consciousness in a narrative produced from a 
wordless picture book when compared to typically developing children. 
2. Do children with autism use linguistic cohesion and story grammar similarly when 
compared to their typically developing peers? It is hypothesized that children with ASD 
will be limited in the use of story grammar and linguistic cohesion in a narrative 
produced from a wordless picture book when compared to typically developing children. 
 
Chapter 3: Methodology 
3.1: Participants and recruitment 
For this research study, permission was granted from the University of Nevada, 
Reno Social Behavioral Institutional Review Board (IRB) to recruit the selected 
participants from October 2016 through March 2017. The approved protocol application 
for the involvement of human subjects in research follows the following criteria: 
Ten children were recruited for this study. Five have a diagnosis of autism 
spectrum disorder (ASD) and were recruited from two different therapy groups in the 
Reno community. The remaining five participants were typically developing and were 
recruited by word of mouth through members of the university community. All children 
recruited were between the ages of ten to thirteen years old.  
Recruiting locations include the University of Nevada, Reno Speech and Hearing 
Clinic, Sierra Therapy Group, and Advanced Pediatrics. Recruitment procedures involved 
my contacting local therapy group professionals and faculty within the university 
community by email and phone to discuss potential participants. A flyer with the 
investigator’s contact information (my contact information) and information about the 
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study’s procedures, duration, and purpose was posted at the clinics and was distributed 
through email. The flyer is included as Appendix A.  Parents of children were directed to 
contact the investigators by email or phone to discuss potential participation in the study. 
The investigators made contact by phone and/or email to further explain the requirements 
and the procedures for the study. A script was developed and approved by the IRB 
explaining the study and was discussed with both the child and parent in person, and by 
phone (See Appendix B).  Once a child and their legal guardian jointly agreed to have the 
child participate, a time was scheduled to review the consent, assent, and video/audio 
release forms. I, the researcher, conducted the oral narratives in person either at the 
University of Nevada, Reno Speech and Hearing Clinic or the other two clinic sites, 
which ever location was most convenient for the child and the family. Appendix B 
contains the consent, assent, and video/audio release forms. Once the parents and 
children signed all the forms, they received copies. Subsequently, I collected the data 
during the same session. Upon completion of providing the narrative, the children were 
given a $20 Target gift card as compensation for their time and participation and excused. 
  
3.2: Material 
A wordless picture book entitled, A Boy, a Dog, a Frog, and a Friend, by Mercer 
Mayer was selected for this study’s narrative stimulus (see Appendix G) (Mayer, 1971), 
based on the strong emotional content within the story’s illustrations. The story contains 
illustrations about a boy, his dog, and his frog going fishing, involving an impetuous 
encounter with a turtle. The book has no words and is ideal for this study as it allows the 
children to develop the story based on their own perspective and to produce a narrative 
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based on their individual skill level, targeting the inclusion of story grammar, linguistic 
cohesion, and landscapes of action and consciousness. I used the Strong Narrative 
Assessment Procedure (SNAP; Strong, 1998) to transcribe each narrative to identify use 
of story elements and linguistic cohesion. The SNAP is an instrument that is used to 
assess the narratives of elementary and middle school age children with diverse 
impairments such as language disorders, learning disabilities, and cognitive impairments. 
It is useful as it provides stimulus material, assessment worksheets, and guidelines for 
defining different story and linguistic elements. 
 
3.3: Procedure 
I instructed the participants to tell a story based on the pictures they saw in the 
stimulus book. These instructions were provided by a script, approved by the University 
of Nevada, Reno’s IRB, which the examiner used to introduce the task for each 
individual child (See Appendix C). Each child was encouraged to look through the 
wordless picture book prior to orally giving the narrative. They were given as much time 
as necessary to tell their stories. The narratives were recorded on an audio recorder 
stating the date, the time, and who was giving the narrative. One investigator remained 
with the child throughout the entire process and encouraged the child to ask any questions 
they might have. The investigator was available to provide limited prompts, if necessary, 
during the time the child was producing the story.  
 
3.4: Coding and analysis 
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I transcribed each narrative word for word to analyze the targeted story elements 
using the SNAP. Each utterance was divided into C-units as indicated by the SNAP and 
was coded for fluency, length, syntax, cohesion, story grammar, and landscapes of action 
and consciousness (Strong, 1998). A C-Unit is characterized as a main clause that can 
stand alone (Strong, 1998). The narratives are also transcribed for number of complete 
and incomplete episodes to mark cogent and story cohesion. A complete episode, 
according to the SNAP, consists of all three of the following components: a problem or 
motivation, one or more events, and conclusions (Strong, 1998). These components fall 
under the categories of IE (initiating events), IR (internal responses), A (actions), and C 
(consequences) (Strong, 1998). Next, mental terms elicited are accounted for to identify 
any use of ToM ability. For narrative length, data was taken to show the word count of 
each narrative, the number of C-Units per narrative, number of clauses and subordinate 
clauses, words per C-Unit, and clauses per C-Unit.  
Data Analysis was divided into six sections, story grammar components, the 
number of complete/incomplete episodes, narrative cohesion ties, conjunction cohesive 
ties, mental state terms, and narrative length.   
3.4.1 SNAP Transcription. According to the Strong Narrative Assessment 
Procedure (SNAP), an oral narrative is first divided into individual C-units, otherwise 
known as communication units. A communication unit, as defined by the SNAP, is an 
independent clause and its modifiers and cannot be further broken down without losing 
its meaning (Strong, 1998). For each C-unit, a total number of words (not including 
repeated words, false starts, and mazes) per C-unit is accounted for along with a total 
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number of clauses, both independent and subordinate, are accounted for. C-unit, word 
count, and clause count are the measures recorded for narrative length.  
Next, the observed measures for linguistic cohesion are complete reference ties 
(C) and incomplete/erroneous reference ties (IE). A complete reference tie is indicated by 
introducing a noun into the narrative, most commonly using the article ‘a’ and refers back 
to the noun throughout the story using pronouns such as ‘he’, ‘they’ or even using the 
article ‘the’. An incomplete or erroneous reference tie is any information that is not found 
in the text or if the audience is guided to ambiguous information not formerly introduced 
within the narrative (Strong, 1998).  
For story grammar, each C-unit may fall under one or more of Stein and Glenn’s 
(1979) story grammar components. Each C-unit was coded according to Table 1 for Stein 
and Glenn’s (1979) story grammar components. For each story grammar component, the 
coding was executed according to the following legend: 
A C-unit containing a setting was marked with an ‘S’, for initiating event, ‘IE’, 
for internal response, ‘IR’, for plan, ‘P’, for an attempt, ‘A’, for consequence, ‘C’, and for 
reaction ‘R’(Strong, 1998). A total count of all story grammar components were recorded 
for each narrative. For the purpose of comparing the use of story grammar components 
between the two sample sizes, children with ASD and typically developing children, a 
grand total of story grammar components for each group was recorded.   
For narrative structure, individual sequences of C-units were determined to be 
either complete or incomplete episodes. According to the SNAP guidelines, a complete 
episode contains an initiating event ‘IE’, an attempt ‘A’, and a consequence ‘C’ (Strong, 
1998). Any sequence that is lacking one or more of these components is regarded as an 
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incomplete episode (Strong, 1998). For the purpose of comparing the narrative structures 
of the two sample sizes, children with ASD and typically developing children, a grand 
total of complete and incomplete episodes were recorded.   
Lastly, a total number of conjunction cohesion ties were counted for each 
narrative and divided into four categories, additive ties (and), temporal ties (then, next, 
etc.), causal ties (so, therefore), and adversative ties (but) (Strong, 1998). For the purpose 
of comparing the use of linguistic cohesion between the two sample sizes, children with 
ASD and typically developing children, a grand total of linguistic cohesion ties and 
reference ties were recorded.   
To provide a brief example of the transcription process, the following shows a 
breakdown of how each narrative was formatted and transcribed: 
Table 3 
 




Transcript Length Ties Story 
Grammar 
Words Clauses C IE  
1 [So what it looks like is] (um), 
this boy (is) is gone to a pond or 
lake/  
and is fishing with a frog and a 
dog. 
18 2   S 
2 And then (um) something started 
biting on it/ 
7 1  1 IE 
3 and he tried to pull it out,/ 7 1 2  A 
4 but then (um) it pulls him in.  6 1 2  C 
Legend: C = complete reference ties, IE = incomplete/erroneous reference ties, S=setting, IE=initiating 
event, A=attempt, IR=internal response, P=plan, C=consequence, and R=reaction. 
 
Each C-unit was broken up and marked, numerically, as seen in the column marked ‘C-
unit #’. Next, the actual C-unit was represented under the transcript columns where it was 




reference made to a character or noun previously introduced to the reader/audience is 
underlined. The total use of complete reference ties for the C-unit is represented under 
the column ‘Ties’ under the sub-category of ‘C’, which stands for complete reference tie. 
If there are references made to an ambiguous character or object within the C-unit, it is 
marked as an incomplete/erroneous tie and totaled under ‘Ties’, under the subcategory of 
IE which stands for incomplete/erroneous tie. In the far right column, the first initial of 
the story grammar component is indicated for each individual C-unit. Finally, as shown 
in C-units #2- #4, there is a complete episode as there is a sequence of C-units containing 
the following story grammar components, initiating event (IE), attempt (A), and 
consequence (C).       
3.5: Statistical analysis 
 Two nonparametric statistic tests were used, the Mann-Whitney U-test and the 
Chi-square test. Nonparametric statistic tests were utilized due to the small sample size. 
Nonparametric statistics do not rely on the assumption that the data from each sample is 
from a normal distribution (McCall, 1986). 
3.5.1 Chi-square test. The Chi-square test is often used to analyze and compare 
data from independent samples in categories that are mutually exclusive from one another 
(McCall, 1986).  The two samples must be independent of each other, whereas each 
observation for each sample must be placed in only one category in what McCall (1986) 
has termed, “the classification scheme” (p. 320). The Chi-square test is used to determine 
the similarities between each classification scheme and ultimately, if there is a difference 
between the two mutually exclusive categories. Therefore, the query is whether there is a 
22 
 
difference among the distributions of observations between the two independent 
categories.  
For this study the Chi-square test was used to determine if there was a difference 
in overall narrative structure between children with ASD and typically developing 
children. The null hypothesis is that there is no difference between the two groups in the 
use of story grammar components and narrative length. The alternative hypothesis is 
simply that the two groups do in fact differ in their use of story grammar components and 
narrative length.  
The formula used in a Chi-square test is as follows: 








𝐸𝐸𝑗𝑗𝑗𝑗 is expected frequency, whereas 𝑂𝑂𝑗𝑗𝑗𝑗 is the observed frequency analogous with the kth  
column and jth row (r represents the number of rows and c represents the number of 
columns) (McCall, 1986). The result is distributed as chi square with degrees of freedom, 
where the formula for degrees of freedom is as follows: 
𝑑𝑑𝑑𝑑 = (𝑟𝑟 − 1)(𝑐𝑐 − 1) 
r being the number of rows and c being the number of columns. The critical values can be 
obtained from tables presented in any statistics book or on an online statistics source.  
In order to conduct a Chi-square test, a contingency table needed to be created. The 
following table displays bolded results for the observed frequency (𝑂𝑂𝑗𝑗𝑗𝑗): 
Table 4 
 
Comparison of Narrative Structure Between Typically Developing Children and 
Children with ASD: Values for the Observed frequency (𝑂𝑂𝑗𝑗𝑗𝑗)  
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 Story Grammar 
Components  




260 213 260 + 213= 473 
Children with ASD 216 238 216 + 238= 454 
Total 260 + 216=  
476 
213 + 238= 
451 
473 + 454 = 927 
476 + 451 = 927 




Next, to find the expected frequency, the marginal total for the row needs to be 
multiplied by the marginal total for the column; and the product is further divided by the 
total number of cases in the table. The expected frequency (𝐸𝐸𝑗𝑗𝑗𝑗) calculations are as 
follows: 
Table 5  
 
Expected Frequency (𝐸𝐸𝑗𝑗𝑗𝑗)Values for Narrative Structure Comparison Between 
Typically Developing Children and Children with ASD  
 Story Grammar 
Components  






















Total 476 451 927 
 
Degrees of freedom were calculated as follows, according to the contingency table’s 




Table 6  





Table 6 represents the worked out calculation of 𝑋𝑋𝑜𝑜𝑜𝑜𝑜𝑜2  using the calculated expected 
frequencies from Table 5. The table simply shows the Chi-square test equation filled in 
using the expected frequencies for story grammar components and clauses used among 
both our sample of children with ASD and typically developing children. 
Table 7  












 = 1.21 + 1.27 + 1.26 + 1.33 
  
𝑋𝑋𝑜𝑜𝑜𝑜𝑜𝑜2 = 5.07 
Significance at .05:     3.84 > 5.07 
 
3.5.2 Mann-Whitney U-test. The Mann-Whitney U-test is often used to evaluate 
the differences between two population distributions (McCall, 1986). For this study, the 
Mann-Whitney was used to determine if there is a difference in individual story grammar 
elements, individual linguistic cohesive terms, and individual mental state terms between 
children with ASD and typically developing children. Analyzing individual terms helps 
to synthesize the data to answer the question of whether there is a difference in landscape 
of consciousness between children with ASD and typically developing children. The null 
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hypothesis is that children with ASD will use landscape of consciousness, story grammar, 
and linguistic similarly to typically developing children. The alternative hypothesis is that 
there will be a difference between the two groups will not be identical in landscape of 
consciousness, story grammar, and linguistic cohesion.  
The Mann-Whitney U-test does not test for the difference between two population 
means due to the possibility of the means being equal, but having dissimilar forms 
(McCall, 1986). This test offers a method to attaining a statistically significant result 
when the means are equal because it compares the central tendencies of the two groups 
according to how the data is ranked (McCall, 1986). McCall (1986) clarifies that “if the 
forms of the sample distributions are similar, the results of the U-test are often interpreted 
in terms of differences in central tendency; if the forms of the distributions are not 
similar, the results must be viewed in terms of the difference between the distributions in 
general” (p. 324). This concept presented by McCall (1986) is dependent on the 
foundation that if the two distributions are identical, then a rank order of the observations 
from both groups will probably be varied. Moreover, if the ranges of scores between both 
groups differ, one range of scores must precede the other. The formula for the U-test is as 
follows:  
   𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜  = 𝑛𝑛𝐴𝐴𝑛𝑛𝐵𝐵  +
𝑛𝑛𝐴𝐴(𝑛𝑛𝐴𝐴+1)
2
− 𝑇𝑇𝐴𝐴  
Each group’s data set respectively is represented by 𝑛𝑛𝐴𝐴  and 𝑛𝑛𝐵𝐵, where T is the total ranks 
for one group (McCall, 1986). The total of the ranks from any of the two groups can be 
used. The critical values can be obtained from tables presented in any statistics book or 
on an online statistics source.  





Total Story Grammar Components for both Children with ASD and Typically Developing 
Children 
Score 26 27 36 41 42 42 53 59 74 76 
Group A B B B A A B B A A 
Rank 1 2 3 4 5 6 7 8 9 10 
Ranking 1 2 3 4 5.5 5.5 7 8 9 10 
 
T A = Rank: 26 1 + 42 5+ 42 6+ 74 9+ 76 10 = 31 
 




𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜 5(5) + 
5(5+1)
2
   - 31 
𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜 
(25 + 15) – 31= 
𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜 =9                                                                                                  U<.01 
  
Group A consisted of the typically developing children and Group B consisted of the 
children with a diagnosis of ASD. According to how many story grammar components 
were used by each individual child, every child was given a ranking from 1) lowest 
number of story grammar components used to 2) highest number of story grammar 
components used.  
Chapter 4: Results 
First, the Chi-square test was conducted to determine if there was a difference in 
overall narrative structure between children with ASD and typically developing children 
as measured by total story grammar components and narrative length. Table 8 shows the 
mean and range of total story grammar components and total number of clauses for 
typically developing children and children with ASD. Results show significant difference 
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between the two groups (𝑋𝑋𝑜𝑜𝑜𝑜𝑜𝑜2 = 5.07 at a critical value of p<.05). This result means the 
null hypothesis is rejected and that there is a significant difference in overall narrative 
structure between the children with ASD and typically developing children. 
*𝑋𝑋𝑜𝑜𝑜𝑜𝑜𝑜2 = 5.07; p<.05 
 
Table 8 displays the sum of individual story grammar components and total number of 
clauses used among typically developing children and among children with ASD. For 
each group, children with typical develop and children with ASD, total number of story 
grammar components and total number of clauses were added an displayed in the far 
right column and successively the sum of these two results were added to get a total of 
927, which was the expected frequency value (𝐸𝐸𝑗𝑗𝑗𝑗) for the Chi-square test. By summing 
the total story grammar components between the two groups and adding that value to the 
combined totals of clauses used between the two groups, we get the same expected 
frequency of 927. Table 8 also shows how children with typical development were able 
to use story grammar components more frequently than the children with ASD. However, 
children with ASD collectively had more clauses within their narratives. 
 
Table  9 
 
Story Grammar Components and Narrative Length for Children with ASD and 
Typically Developing Children  
 Total Story 
Grammar 
Components 





260 213 473 
ASD 216 238 454 
Total 476 451 927* 
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Second the Mann Whitney U-test was conducted to determine if there were 
differences between the two groups in their use of complete episodes, complete 
references ties, narrative conjunction cohesion ties, mental state terms, and emotional 
terms. Table 9 shows the mean and range of complete episodes, complete references ties, 
narrative conjunction cohesion ties, mental state terms, and emotional terms for typically 
developing children and children with ASD. Taking a critical value of .01, there was a 
significant score of 𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜= 9 in complete episodes, complete references ties, narrative 
conjunction, cohesion ties, and mental state terms These results mean that the null 
hypothesis is rejected and that there is a significant difference between the two groups in 
these other story grammar components and linguistic cohesion elements. Typically 
developing children scored higher than their ASD counterparts in all areas. In emotional 
terms results there was a significant score of 𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜= 12. Again the null hypothesis is 
rejected and there is a significant difference between the two groups with the children 




Results for Linguistic Cohesion, Landscape of Consciousness,  
and Narrative Length 
                                            Typically Developing                                          ASD 
                    Mean                     Range                      Mean                   Range 
Complete 
Episodes 













  18.6   6-37   12   8-15* 
Emotional 
Terms 
  4.8   1-16   5.4      0-13** 
*𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜= 9, p=<.01; **𝑈𝑈𝑜𝑜𝑜𝑜𝑜𝑜= 12, p=<.01 
Table 9 offers a tangible comparison of each narrative element used between the typically 
developing children and the children with ASD. The ranges for the results of the typically 
developing children regularly reflect a higher range of components used for each of the 
variables.  
For a pictorial representation of the data, Figure 1 shows the total count of each 
individual story grammar component used within the group of typically developing 
children and the group of children with ASD. Figure 2 shows the total number of 
narrative conjunction cohesion ties used for the group of children with typical 
development and the group of children with ASD. These figures visually present the 
differences in use of individual story grammar elements (Figure 1) and conjunction 




Figure 1 highlights the frequency of use for each story grammar component 
among the group of typically developing children compared to the group of children with 
ASD. As the graph shows, typically developing children used all story grammar 
components, with the exception of setting, more frequently than their peers with ASD. In 
terms of narrative structure, this figure shows that the typically developing children were 
more capable of using a wider variety of story grammar than the children with ASD. 
Each story grammar component is crucial to making a cogent sequence within a 
narrative, otherwise known as an episode (Strong, 1998). Being that the children with 


































Specific Story Grammar Components Used for both Typically 
Developing Children and Children with Autism  
Figure 1.
Story Grammar Components for both Typically Developing 










a lack in the landscape of consciousness and an emphasis in the landscape of action when 
compared to their typically developing peers .  
 
 Figure 2 gives a visual model, comparing the use of narrative conjunction 
cohesion ties between typically developing children and children with ASD. These ties 
include terms such as ‘and’, ‘but’, ‘then’, ‘so’ and so on. In every linguistic cohesion 
element, typically developing children consistently used more cohesion ties than the 
children diagnosed with ASD. The lower bar levels within the category of children with 
ASD reveals that there are less cohesion elements within the narratives of children with 
ASD, further insinuating a lack of linguistic cohesion when compared to their typically 
developing peers. 
 































Inidividual Types of Conjunction Cohesion Ties Used Among Typically 
Developing Children and Children with ASD
Figure 2.
Narrative Conjunction Cohesion Ties for both Typically 








To reiterate, this study’s aim was to answer the following two questions: 
 1. Do children with ASD use landscape of consciousness similarly to their typically 
developing peers when producing a narrative? 
2. Do children with autism use linguistic cohesion and story grammar similarly to their 
typically developing peers? 
According to the results found, children with a diagnosis of ASD are not using the 
landscape of consciousness, linguistic cohesion, and story grammar similarly to their 
typically developing peers. Although the data reflects use of story grammar and linguistic 
cohesion, it is not to the same level as their typically developing peers, suggesting that 
the narratives of children with ASD lacked cohesion and structure. Similarly, typically 
developing children used mental state terms more frequently than their peers with ASD. 
This result, along with a general lack in the ability for children with ASD to use complete 
episodes, suggests that children are unable to coordinate sequences within a narrative and 
are further unable to coordinate the landscape of action and the landscape of 
consciousness to the ability of their typically developing peers. 
 
Chapter 5: Discussion 
 The primary purpose of this study was to identify if there was a difference 
between the use of the landscape of consciousness, story grammar, and linguistic 
cohesion in the narratives taken from a sample of typically developing children and 
children diagnosed with autism spectrum disorder. The results from the nonparametric 
statistic tests rejected the null hypothesis, meaning that there was a significant difference 
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between the narratives from the two sample groups in the areas of story grammar 
components and linguistic cohesion.  
 The results from this study supports the ideas presented by Bruner and Feldman 
(1994), who stated that children diagnosed with ASD have difficulty in planning and 
sequencing information in a cohesive manner. For this study’s narrative task, children in 
the ASD group produced less complete episodes within their narratives than typically 
developing children, causing a lack of narrative cohesion. The children in the ASD group 
used less cohesion and conjunction cohesion ties throughout their narratives as opposed 
to the typically developing group. Additionally, there was a significant difference in the 
use of mental state terms between the two groups, with the typically developing children 
using mental state terms more frequently than the children with ASD. This coordination 
of data implies that children with ASD are not able to make connections to previous 
attempts or event initiations and are further not able to recognize character intentions, nor 
what objects or events motivate the characters. Without an understanding of why certain 
events are taking place, it would be difficult for a child to give a complete episode when 
there is no comprehension of cause and effect along with weak ToM ability.  
 In regards to content, most narratives elicited from children with ASD did not 
contain elements outside of a sequence story according to Applebee’s story grammar 
elements (Applebee, 1978). Sequence stories focus around a main character and contain 
mainly a labeling of elements within the story.  For example, the most commonly used 
statements within the narratives elicited from children with ASD were ones containing 
settings, attempts, and event initiations, but rarely were there conclusions, internal 
responses, planning, or reactions. An example of this can be seen in narrative 6, a 
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narrative elicited from a child with ASD, “The boy got wet. [Next C-unit] That turtle bite 
the dog.” True narratives were elicited from all children with typical development, as 
they all contained a theme, a plot, and an ending that overcame an obstacle. This was not 
so for any of the narratives from children with ASD. A lack in the use of story grammar 
elements disenables children to elicit true narratives.  
 For individual narrative length components, children with ASD, on average, 
produced narratives with more C-units than their typically developing peers. Between the 
two sets of data in regards to words per C-Unit, clauses per C-unit, and total number of 
clauses, both contained similar data for these categories. However, when processed in a 
Chi-square test, the two sets of data were significantly different with the typically 
developing group using more of these components, as a whole. This data is consistent 
with the results from Craig and Baron-Cohen’s (2000) study, where the narratives taken 
from children with ASD were significantly shorter than those taken from their typically 
developing peers. The difference in narrative length is likely due to the theory explained 
by Bruner (1986) where children with ASD do not have the capacity to focus on 
individual characters for their psychological states, resulting in less detailed narratives 
and therefore, shorter narratives.  
 
5.1: Limitations of present study 
 A major limitation of this study was that there were small sample sizes for both 
the ASD group and the typically developing group. Simply having a larger sample size 
could make easier to infer results more generally. 
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 Mental age ability was not taken into consideration. This may have resulted in a 
some of the children being at a lower mental age than the typically developing children. 
This limits the extent of the results being that there may have been an intellectual 
disadvantage due to the difference in mental ages among all children with ASD who 
participated in this study.   
 The script used to introduce the narrative task was used for each individual child. 
However, modifications were made to the script in the event that a child did not 
understand the guidelines for the task. This is an inconsistency within the directions given 
to each child, possibly affecting the way each child approached the narrative task.  
 
5.2: Implications for further research 
 Most studies have included population groups of children aged ten and under. For 
this study, children in the age range of 10 to 13 years old were recruited. The sample of 
children diagnosed with ASD in the age range of 10-13 years old revealed that these 
children continue to struggle with their narrative ability into their adolescence. This 
implication could imply that narrative intervention and possibly continuing narrative 
intervention is necessary for children with ASD as they are continuing to have difficulties 
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Legend: C = complete reference ties, IE = incomplete/erroneous reference ties, S=setting, IE=initiating 
event, A=attempt, IR=internal response, P=plan, C=consequence, and R=reaction. 
 
 
Narrative #1  
10 yrs 




Transcript Length Ties Story 
Grammar 
Words Clauses C IE  
1 [So what it looks like is] (um), 
this boy (is) is gone to a pond or 
lake/  
and is fishing with a frog and a 
dog. 
18 2   S 
2 And then (um) something started 
biting on it/ 
7 1  1 IE 
3 and he tried to pull it out,/ 7 1 2  A 
4 but then (um) it pulls him in.  6 1 2  C 
5 And the frog and dog jump and 
X. 
8 1   A/C 
6  And then (umm) he finds out it’s 
a turtle. 
8 1 2  IR 
7 And the turtle walks away with 
the hook. 
8 1  1 IE 
8 And the boy’s mad at him 
because he wants his fishing pole 
back. 
13 2 3  IR 
9  And then (um) the dog moves 
up/ and starts barking at the turtle 
12 2   C 
10 but the boy doesn’t want him to. 7 1 1  IR 
11  And then (umm, hmmm) and 
then the turtle bites the dog 
9 1   A 
12 and the boy gets the (um) fishing 
pole back.   












13 And then he tries to pull the dog 
away from the turtle,/  
12 1 1  IE 
14  but the turtle stays on his paw 7 1 1  A 
15 and then (um) the boy starts 
walking away through the pond. 
10 1 1  A 
16  And the turtle falls into the 
water. 
7 1   C 
17  And then (um) the boy gets the 
dog out of the pond/ 
11 1   IE 
18 and he starts licking his paw 
because that’s what dogs do. 
11 2 2  C 
19 And then (umm), the dog’s tail is 
in the water 
9 1   S 
20 and the boy goes to reach for 
something in the bucket/ 
11 1  1 S 
21  but then the (umm) something 
grabs the dog’s tail. 
8 1   IE 
22 And it’s the turtle again. 5 1   S 
23  So the turtle pulls the dog out 
into the water and pulls him 
under. 
14 2 1  A 
24 And then (umm) so the boy gets 
ready to go in, grabs the dog/ 
13 1   A 
25 and the frog jumps in too, 6 1   A 
26 but then the dog hops up from 
out of the water  
11 1   A 
27 and he crawls back onto the land. 7 1 1 1 A 
27 (and he sees) The dog sees the 
turtle and looks scared of him. 
10 1 1  S 
28 So then, (umm) the boy tries to 
fish the turtle out and takes him 
and the dog is sorta looking 
guilty,/ 
20 2 1  IE 
29 so maybe he bit the turtle. 6 1 1  A 
30 And (um) the boy walks away 
with the turtle with the dog and 
the frog, trailing behind him. 
17 2 1  C 
31 And then he digs a grave for the 
turtle.] 
 
9 1 1  P/A 
32 And (um) (he) he keeps digging/  4 1 1  S 
33 but the turtle’s eyes are open. 6 1 1  IE 








35 and the dog realizes (it-) that he 
wasn’t dead. 
8 1 1  IR 
36 So, (um) turtle grabs the fishing 
pole. 
6 1   IE 
37 And it looks like the dog wants 
to (play with)-play around with 
him. 
11 1 1  S 
38 So, (um) the boy picks up the 
turtle/ 
7 1   IE 
39 and the frog and the dog want to 
play with him too. 
12 1   IR 
40 And then they all go home. 6 1 1  S 
 
Narrative #2  
10 yrs 




Transcript Length Ties Story 
Grammar 
Words Clauses C IE  
1 One day a little boy went fishing 
with his dog and a frog behind 
him. 
 
15 1 2  S 
2 He felt that he caught something  6 1 2  IE 
3 and he was tugging on it. 6 1 2  IE/A 
4 He tried to get it. 5 1 1  A 
5 He was pulling very, very hard. 6 1 1  A 
6 And (and) then he fell in because 
something pulled him in, [I’m 
guessing.] 
10 2 2  A/C 
7  And the frog and the dog went 
(like) jumping after him. 
10 1 1  C/A 
8 And then a turtle had (the 
fishing) the fishing hook/ 
8 1 1 1 S 
9 and (he was) he was trying to run 
after it,/ and get pay back (kinda) 
get back his thing. 
16 1 3  A/IR 
10 And the dog’s doggily paddling 
over/ 
6 1   S 
11 and the frog’s just sitting there. 6 1   S 
12 And then the dog swims over  6 1   A 
13  and the dog’s just (kind of) 
barking at the turtle for pulling 
him in. 








14  And then the boy gets over 
there, grabs the fishing stick 
thingy/ 
12 1   A/IE 
15  and the turtle bites the dog/ 6 1   A 
16 and the frog is jumping away. 6 1   C 
17  The boy grabs his dog 5 1 1  A 
18  and the turtle’s still biting him 6 1 1  A 
19 and the fish pulls in the sky. 7 1  1 S 
20 And then the little boy is carrying 
(his dog)—his pole,/ 
9 1 1  S 
21 while the turtle is biting him.  6 1 1  S 
22  And then the turtle’s trying to 
bite him again/ 
9 1 1  IE 
23 and the little boy is walking off 
into the water. 
10 1   A 
24 And then, the boy has the dog,/  7 1   S 
25 and the turtle is gone. 5 1   S 
26 And then they’re back on land/ 6 1 1  S 
27 and the dog is staring at the frog 
doing stuff/ 
10 1   S 
28  and the boy is grabbing a bucket 
or putting stuff away in the 
bucket. 
14 1   A/IE 
29 And then (the dog) the dog’s tail 
is in the water/ 
9 1   S 
30 and (I think) it gets bit by 
something (that’s what it looks 
like)/ 
7 1 1  A/IE 
31 and the frog is standing there 
like, “What just happened?” 
10 2   IR 
32 And the boy’s like, “Ohh, what 
the?” 
7 2   IR 
33 And then the turtle is dragging 
the dog into the water  
11 1   A 
34 and the boy is like, “Oh my gosh, 
this is not a good thing.” 
14 2   IR 













36 And the boy is unbuttoning his 
shirt. 
7 1 1  IE 
37 He can’t breathe (I’m guessing). 3 1 1  S 
38 And the frog is getting ready to 
leap into the water. 
11 1   P 
39 And so, the boy’s getting ready 
to go (and get) save his dog. 
11 1 1  P 
40 And then the frog is just sitting 
on a lily pad, peacefully. 
12 1   S 
41 And the dog is kinda just floating 
in the water/ 
10 1   S 
 
 
42 and then the dog gets out of the 
water. 
9 1   A/IE 
 
43 And the frog’s kinda looking in 
the water/ 
8 1   A 
44 and the boy’s kinda like, “I got 
ready for nothing. It’s fine.” 
12 2   IR 
45 And then the boy is like, “Ohh, I 
messed up, ohh.” 
9 2   IR 
46 And the turtle’s just floating in 
the water. 
8 1   S 
47 And the frog’s like, “What?” 5 2   IR 
48 And then the boy grabs the 
fishing pole stick thingy 
10 1   A/IE 
49 and (is like) (pushing the turtle 
away kind of-or wait no) is 
reeling him in (I guess) 
6 1 1  A 
50 and the dog’s kinda just looking, 6 1   S 
51 and the frog’s (like) just 
disappointed over there. 
7 1   IR 
52 And the boy has the turtle in his 
hand 
9 1 1  S 
53 and the dog and the frog are 
(kind-) just looking at each other. 
12 1   A 
54 And then the boy walks home 
(with the) with the turtle and the 














Narrative #3  
11 yrs 




Transcript Length Ties Story 
Grammar 
Words Clauses C IE  
55 And he starts digging a hole. 6 1 1  IE/A 
56 And the turtle’s upside down. 5 1   S 
57 And the frog’s kinda just staring 
at him. 
8 1 1  A 
58 And then the boy’s shoveling the 
dirt and putting it in a pile over 
there, and he has a flower. 
20 2 1 1 A 
50 And (I think) he’s getting ready 
to put it in the hole. 
10 1 2  P 
60 (And so he puts) and then the 
turtle has a stick/ 













61 and the dog’s kinda just staring at 
that/ 
8 1 1  A 
 
62 and the frog’s staring at that. 6 1 1  A 
63 And the turtle bites the stick 6 1   A 
64 and the boy lifts him up. 6 1 1  A 
65 And the frog and the turtle are 
jumping up. 
9 1   A 
66 And then, (the frog) the turtle has 
(the stick) the fishing pole stick 
thing/ 
10 1 1 1 S 
67 and the frog is on its back. 7 1 1  S 
68 And the dog is beside the boy/ 7 1   S 
69 and they’re walking home. 
 





1 Okay, A Boy, a Dog, a Frog, and 
a Friend, 
 
10 1   S 
2 One day a little boy was fishing 
in the river with his dog, Jim, 
behind him. 
16 1 2 1 S 
3 The frog watched carefully. 4 1  1 A 
4 Then he got something. 4 1 1  IE 
5 The rod went into the water,/ 6 1  2 S/IE 
6 then all of a sudden, the dog 
looked in the water. 
11 1   A 
7  The dog was ready to jump as 
they pulled it out, “Oh no!” 
12 1 1 1 A 
8 He fell in. 3 1 1  C 
9 The dog and frog jump to the 
rescue. 
8 1   IE/P 
10  And then they went after 
 a turtle,   which had the rod and 
got out of the water. 
17 1 1  A 
11 The dog chased down the turtle/ 6 1 2  A 
12 and it looked like he was ready to 
get him.  
10 1 2  A/P 
13 Then, the turtle bit the dog/  6 1   A/C 
14  and he jumped in the water. 6 1 1  A 
15 (He hit the—uh, nevermind, 
nevermind.) The boy grabbed 
him as the turtle thrashed his 
paw.  
10 2 2  A 
16 He grabbed him, ran, and the 
turtle finally let go. 
10 1 2  A 
17 He (uhh) (he) saved his dog and 
put him on shore.   
9 1 3  A 
18 He was licking his paw which 

















19  Then the dog realized he had 
something on his tail. 
10 1 1  IR 
20  The turtle was back and 
dragging him into the water. 
10 1 1  A 




1  A/IE 
22  He was under water now. 5 1 1  S 
23 The boy took off his clothes, 
ready to dive in and grab him. 
13 1 2  IE/P 
24 He did.  2 1 1  A 
25 He dived in (wait, nevermind). 3 1 1  A 
26  (His dog was) he got out of the 
water/ 
6 1 1  A 
27 and it was swimming. 4 1 1  A 
28 He made it on shore/ 5 1 1  A 
29 and the turtle was laying down 
like it was injured. 




The boy grabbed the turtle with 
 a stick, moved him over to the 
shore and then picked him up. 
19 1 2  IE 
31 He took him away and buried 
him,/ 
7 1 3  A 
32 so, he was probably dead. 5 1 1  S 
33 He put a little flower by the 
grave to know where the turtle 
was. 
14 1 1 1 S 
34 And he was alright! 4 1 1  IR/C 
35 He got up/ 3 1 1  A/IE 
36 and they lived happily ever after 
all together. 
8 1   R 




Narrative #4   
13 yrs 




Transcript Length Ties Story 
Grammar 
Words Clauses C IE  
1 The first picture I see is (maybe 
around a [6] 12, err, not 12, 6 
maybe?) 6 year old boy fishing 
on a casual day with a frog and  





a dog and a background.  
 
 
2 The next picture I see is the little 
boy maybe catching something 
such as a fish/ 
16 1   S/A 
3 and the dog and frog are 
wondering what it might be.  
 
11 1 1  IR 
4 He found something that is 
maybe heavier than him as he 
goes far into the pond/ while the 
frog is smiling/ 
21 3 3  A/IE 
5  and the dog looks furious. 5 1 1  IR 
6 Next thing you know, the little 
boy is falling into the pond/  
12 1   A/IE 
7 and the dog and frog are chasing 
after him/  
9 1 1  A/C 
8  [or] the dog maybe looking at  
the stick to go after. 
 
11 1  1 A 
9 As he’s in the pond looks furious 
or yelling at something.  
11 1 1  IR/A 
10 The dog is in there as well / and 
the frog is too. 
12 2 1  S 
11 As they are looking, they found  
a turtle that had pulled the little 
boy in.  
15 2 2  A/IR 
12  That is why they’re looking 
furious/ ‘cause the turtle got 
them. 
11 2 1  IR/C 
13 (Umm) The dog is now out of the 
pond yelling, or not yelling, but 
looking mad at the turtle/  
18 1   A 
14  and the turtle is looking back at 
him mad. 
9 1 1  A 
15  The little boy is making an “uh-
oh face.”  
 








And then, next thing you know 
the little boy is holding his 
fishing rope, I guess, that’s made 
out of a branch,  
while the dog is leaping up into 
the air, nervous,  







17 Next thing you know, the frog is 
leaping out of the rock and back 
into the pond. 
 
17 1  1 A 
18 
 
The little boy is now mad at his 
dog for getting mad at the turtle, 
 while the turtle is still biting his 
paw.  
23 2 2  IR/A 
19 The little boy takes the dog 
away, 
while the turtle is still hanging on 




2 1 A/S 
20 The little boy now has him, 
 while the turtle let go fully 
and back into the water, 
while the dog looks happy.  
22 4 1  S/A/IR 
 
21 The frog is now chasing after 
them. 
7 1 1  IE/A 
22 The dog is licking his paw like it 
hurt, maybe.  
10 1 1  C/A 
23 And the frog is just looking. 
 
6 1 1  A 
24 The little boy is now playing 
with the bucket of sand [maybe], 
while the dog and frog look 
happy again. 














25 Next thing you know, the dog is 
getting pulled back into the water 
by the turtle, 
while the frog is saying, “Uh-oh” 
and the little boy is too.  
28 4   IE/A/IR 
26 The turtle is pulling him fully 
under water,  
while the frog and little boy are 
(back on to the, or,) still on land. 
23 2 1  A/S 
27 (Uhhm) The only thing you see 
of the dog now is the paw,/  
while the frog is hopping after 
him / 
19 2 1  S/A 
28 and the little boy has mixed 
emotions. 
7 1   IR 
29 The little boy is now taking off 
his clothes,/  
9 1 1  IE 
30 (umm) and then now you see the 
dog and frog looking back at 
him, maybe coming back 
while the dog is back onto shore,/  
23 2 1  A/S 
31 and the frog is diving,/ 5 1 1  A 
32 the little boy looks mad at the 
dog.  
8 1   IR 
33 The little boy is now yawning,  
while the dog is looking happy,  
while the frog is floating in the 
water looking dead/  
22 3   A/IR/C 
34 and the frog is saying, “uh-oh”. 6 1   IR 
 
 
35 The little boy is now mad about 
the dog, hurt the turtle,/ but truly, 
it wasn’t the dog. 
18 2   IR 
 
 
36 The turtle is now in the little 
boy’s arm 
while the dog and frog are 
looking very upset about him 
betraying him maybe. 
23 2 2  S/IR 
37 The frog is now in, on his back (I 
think) dead,  
while the dog and frog are 









38 Little boy’s playing with his 
sand, still with the turtle in the 
same position/ 
14 1 1  A/S 
39 and the frog and the dog looking 
at him.  
9 1 1  A 
40 The little boy is playing with the 
(sand) sand but found a flower/ 
while the dog is looking at the 
turtle and the frog is also,/  
24 2  1 A/IE 
41 but [I think] the turtle was 
playing dead  
8 1   P 
42 and so now it got back up. 7 1 1  A/IE 
43 Little boy’s happy,  
while all three of the animals, the 
frog, turtle, and dog, are all 
playing with the rope or fishing 
pole.  
23 2   IR/A 
44 They all seem to be happy now 
with the turtle, with the rope, and 
the frog and dog weeping. 




Narrative #5  
11 yrs 




Transcript Length Ties Story 
Grammar Words Clauses C IE 
1 [Ok], (um) well one day, a boy,  
a dog, and his frog went fishing. 
 
12 1 1  S 
2 The boy- (umm) (caught a fish) 
(he) caught a fish. 
6 1   A 
3 He tried to reel it back in,/ 7 1 2  A 
4 but it was too strong. 5 1 1  IE 
5 He got pulled in the water/ 6 1 1  C 









7  And it turns out, the fish was 
actually a tortoise. 
10 1   IE 
8 The dog and the tortoise got mad 
at each other/ 
10 1   IR 
9 and the tortoise bit the dog. 6 1   A 
10  (Mmm) The boy tried to pull the 
dog away/ 
8 1   A/C 
11 and the turtle kept holding on. 6 1   A 
12 The turtle finally let go/ 5 1   A 
13  and (the) he took the dog to the 
beach. 
8 1 1  A 
14  Then, the dog sat licking his 
paw/ 
7 1 1  C/A 
15  and his tail was in the water. 7 1 1 1 S 
16 The turtle had got it and pulled 
him under the water.  
11 1 1  A 
17 The boy was getting ready to 
swim after him,/ 
9 1 1  IE 
18  but the dog came out just then/ 7 1 1  A 
19  and the turtle was acting dead. 6 1 1  A 
20 And (and) then they started 
digging a grave for the turtle. 
10 1 1  IE 
21 The turtle re-awoke, grabbed his 
fishing pole,/  




and the boy came over and took 
the turtle,  




1  A/S 
23 The dog and the frog and the boy 
and the turtle lived happily ever 
after.  
 











Narrative #6  
10 yrs 




Transcript Length Ties Story 
Grammar Words Clauses C IE 
1 The boy is fishing. ( –ing, he’s 
fishing.)  
6 1  1 S 
2 He’s going fishing. 3 1 1  A 
3 And, (well, Once upon a time- 
I’ll start at the beginning-) Once 
upon a time, there was a boy 
named Sean. 
11 2   S 
4 (That’s m-, I, I, I’ll-) He look like 
me. 
4 1 1  S 
5 And, (and, and) the boy is, (uh, 
something,) something’s ([x] it,) 
pulling it. 
7 1   S 
6 (And I know wha—) and he got 
wet in the water. 
7 1 1  S 
7 Look what the turtle did! 5 1  1  
8 He holding the anchor,—(the 
fish—he, eh, uh, the fishing 
hook—uh, uh) the hook of the 
fishing rope. 
10 1 1 3 S 
9 The turtle must be strong. 5 1 1  S 
10  (Look like the turtle, uh, uh,) 
look like the dog and turtle are 
having a fight.. 
10 1 1 1 A 
11 (Telling the turt—he trying to tell 
the t—) he bit the dog and (the,) 
the turtle mean. 
8 1 1  A 
12 (And the, and, and, and, he, he,) 
and (he,) he got wet. 
4 1 1  S 
13 The boy got wet.  4 1 1  S 
14  That turtle bite the dog. 5 1 1  A 
15 That is so mean. 4 1 1  IR 





17 (We got find, we got—)oh, no, 
he’s biting the dog and, (and) the 
dog said, “It hurts.” 




18 Maybe he’s (the k—and) 
carrying the dog to the shore. 
8 1 1  A 
19 The turtle is a thief, (thief).  5 1 2  S 
20 (Can’t believe I didn’t see—
that’s the big guy that-) 
The dog would and, (and the,) 
the boy [x] (the boy’s). 




The, (the) dog felt something 




1  IE 
22 It look like a fish. 5 1 1  S 
23 Uh oh, (it must be the—) is it the 
turtle? 
5 1 1   
24 Maybe, (oh, I meant—) is it the 
turtle? 
5 1 1   
25 (It-) it’s the turtle. 3 1 1  S 
26 (Bad,) bad. 1 1    
27 (The frog and the dog—) the 
turtle being mean to the dog [x] 
and the boy (—he) is surprised 
(and how do [x].) 
12 1   S/IR 
28 I think (the dog)— his dog is 
okay. 






















29 He’s taking his clothes off and 
going swimming. 
8 2 2  IE 
30 (He’s taking his—look, he, he’s 
gonna put his—is he always.) It’s 
a turtle floating. 
4 1   S 
31 (He—) maybe, he’s pointing at 
him. 
5 1 2  A 
32 (Maybe the turtle—oh, ah, and,) 
Oh no, (the is ma-made the boy,) 
he’s mad at the dog and the frog 
[x]. 
9 1 1  IR 
33 Maybe he’s looking straight at 
them. 
6 1 2  A 
34 And look at his angry face, his 
eye browns are down, his face is 
down and he’s angry—(he’s 
mad,) that means he’s mad. 
22 5 5  IR/S 
35 And (the, and, he’s.) he’s got the 
turtle. 
5 1 1  S 
36 And wow,(he’s, he’s getting d—) 
he’s digging at (uh,) something. 
6 1 1   IE 
37 Maybe that’s (his home,) the 
turtle’s home. 
5 2 1  S 
38 (That he—) the turtles are born, 
(they,) sometimes they swim in 
the water, sometimes they come 
out of the water. 
17 3 2 2  
39 And, (and he’s digging,) he’s 
digging a home, (he digging.) 
5 1 1  A 
40 The turtle got (he’s got [x])  a pet 
frog, a pet dog. 
9 2   S 
41 And the boy dig a hole and (the, 
the, the, the) everyone was 
proud. 
10 2 1  A/IR 
42 And (the boy and uh,) the boy 
and the dog went off. 
8 1   A 
43 Sean and the dog (went (…) in 
the—sometimes, they’re turning 
to make—) we-were making 
friends. 





44 (The solution, I, I’ll tell the, the, 
the two of the characters in the 
story, the boy, the do-th—) 
The Sean, the dog, and the frog 
and the turtle all, (all,) are the 
only characters in there, four 
characters.  




Narrative #7  
12 yrs 




Transcript Length Ties Story 
Gram
mar 
Words Clauses C IE 
1 Once upon a time, (the-) there 
was a boy. 
8 2   S 
2 The fish was friend—dog and a 
fish, (fish [x].) 










3 The boy started finding a fishing 
pole shape. 
8 1 1  IE 
4 The dog pointed to waters, 
(pointed to the—) 
5 1  1 A 
5 He got the fish. 4 1   S 
6 The boy tried to pull the rod with 
his hand.  
10 1  1 A 
7 The boy (end—) ended up falling 
in the water. 









8 Dog and frog jump in the water 
with him. 
9 1   IE 
9 It wasn’t a fish, it was a turtle. 8 2   S 
10 The turtle got (the) the hook. 5 1   A 
11 The boy pulling at the fish. 6 1   A 
12 The dog trying to swim to the 
turtle. 
8 1   A 
13 Frog just sitting on a rock. 6 1   S 
14  Dog trying to swim to the turtle. 7 1   A 
15 Frog just sitting on a rock. 6 1   S 
16 Dog tried to bark to the (frog, no 
wait,) turtle. 
7 1   A 
17 But the turtle bite the dog’s paw. 7 1   A 
18 The frog jumped away. 4 1   A 
19 The boy [xx] fight. 3 1    
20 The boy tried to pull the dog 
from the turtle’s mouth. 
11 1   A 
21 (Uh, but he can’t—) the turtle’s 
keeping on, stuck to the dog’s 
paw. 




Dog is behind the boy. 5 1 
 
  S 
23 The dog is scared.  4 1   IR 
24 The boy is happy, have his dog 
free from the turtle’s mouth. 
12 2 1  IR 
25 (Dog licks his, sticks the—the 
dog say…) 
The fi—frog watch the dog. 
 
5 1   S 
26 The boy get his pail and a shovel 
and his fishing pole. 
12 1 1  S 
27 Dog (scares—) stay out of water 
while his tail got bitten. 
11 2 1  S 
28 [x], and the boy was safe. 5 1 1  S 
29 He dropped his fishing rod and 
pail and his shovel. 
10 1 1  A 
30 The boy was terrified and when 
dog was in the water 
11 2 2  IR/S 





32 (Boy was—)frog jumped in the 
waters (help the turtle—) help 
the dog. 
8 1   P/A 
33 Dog was in the water. 5 1   S 
34 Boy took off his shirt and pants 
to come in the water to save his 
dog, (dog [xx].) 
16 1   P/A 
35 The dog was helping his pants 
on. 
7 1 1  A 
36 The boy looked in the water to 
see anything more [x]. 
10 1   A 
37 The turtle standing up on his 
belly, floating. 
8 1 1  S 
38 And the boy was yawning. 5 1   A 
39 They all were staring at the 
turtle. 
7 1 1  S 
40 The boy holds his dog, the frog is 
frightened, all this fighting about 
the turtle. 
15 3 1  IR/A 
41 Frog (was scared—) was sad. 3 1   IR 
42 Dog was sad. 3 1   IR 
43 The frog was angry and (the 
do—) the boy was angry as well. 
11 2   IR 
44 The boy thought the turtle [x]. 5 1   IR 
45 And the dog went—scared, sad, 
looking at the boy. 
10 1   IR 
46 The boy digging a hole. 5 1   A 
47 The frog watch and the dog too. 7 2   S 
48 And the boy’s digging a hole. 6 1   A 
49 Boy finished the hole, put around 
it, the flowers. 
9 2  1 A 
50 (The,) then the dog and the frog 
were happy, the turtle’s alive. 
11 2   IR 
51 The boy was happy the turtle’s 
alive. 
7 1   IR 
52 The turtle got the fishing pole in 
his mouth. 
9 1 1  S 
53 Dog and the frog were happy. 6 1   IR 
54 The boy and the frog and the dog 
and the turtle are happy. 
13 1   IR 
55 The turtle got a fishing pole in 
his mouth. 
9 1 1  S 
56 And the boy and the dog and the 
turtle and the frog are happy. 
14 1   R 
88 
 
57 The end. 2 1    
 
 
Narrative #8  
12 yrs 




Transcript Length Ties Story 
Grammar Words Clauses C IE 
1 Once there was, (uh,) a boy, a 
dog, and a frog.  
10 1 3  S 
2 They were out fishing. 4 1 1  S 
3 But then, a few minutes later, 
(something caught,) they caught 
something. 
9 2 1  IE 
4 (They,) the boy pulled harder and 
hard. 
6 1   A 
5 (It was) whatever, (that, mm,) 
caught the rope was so strong 
that it pulled the boy right into 
the water. 
16 1 1 2 C 
6 Then the frog and the dog (went 
right through it,) went right 
through the water. 
11 1   A 
7  (Then there was,) then there was 
a turtle.  
5 1 1  S 
8 And the turtle was the one who 
was pulling (on the,) on the 
fishing pole.  
13 1  1 S 
9 The dog barked at it. 5 1 1  A 
10  (Then, uh,) and then in one 
chomp, the turtle (had, was like 
gra-,) was eating the dog’s hand. 
12 1   C 
11 The boy pulled hard and hard. 6 1   A 
12 And, (and then) the turtle was 
hanging right there. 
7 1  1 S 
13  Then the turtle (let, let go,) just 
let goed and fell into the water.  








14  The boy, the dog, and the frog 
didn’t see them. 
10 1   S 
15  And that’s when they found a 
new friend. 
8 1 1  S/C 
 
16  (Mm,) but then, well that, (that) 
was not quite yet, until the turtle 
came back and bit the dog’s tail. 
18 2 
 
  IE 
17 And the, (and the) dog sank. 4 1   A 
18  And the frog jumped into the 
water. 
7 1   A 
19  The boy took off his shirt and 
pants and jumped into the water 
to get him.  
16 2 2  A/P 
20 And then, there was the turtle, 
laying there.  
8 1  1 S 
21 And then, it looked like it was 
dead. 




And it was. 3 1 
 
1  S 
23 The dog was sad for what he did.  8 1 1  IR/C 
24 (They were start-) and they 
walked, walked, and walked 
(until they digged,) until they 
found a tree. 
11 1   A 
25 They digged a hole, (they dig a 
hole,) and then they keep on 
digging and digging. 
12 2 2  A 
26 And then, the turtle woke up and 
slowly (umm, umm) went out. 
6 2   A 
27 And then they turned around. 5 1 1  A 
28 The turtle was okay! 4 1   S 
29 That’s when they met their new 
friend. 
7 1 2  C 
30 And, (and ah, and) they walked 
all the way, heading straight and 
following the sun.  
12 2 1 1 A 
31 And they were walking and 
walking.  
6 1 1  A 
32 They walked, and then they 
walked right out of sight.   






Narrative #9  
12 yrs  




Transcript Length Ties Story 
Grammar Words Clauses C IE 
1 So, (um), once, this peeved little 
boy, that didn’t really care much, 
caught an apple on a river, or a 
bobby thing, (I don’t know, um).  
21 3   IE/IR 
2 (He had, it had tugged um,) the 
thing had tugged on the (fi-) 
fishing pole. 
8 1  2 A 
3 And the stick was getting bent. 6 1  1 A 
4 (Th-) And then it started pulling 
him in. 
7 1 1  A/IE 
5 Then Dog, (then (s- doggo) and 
Frog (n) jumped in.  
6 1   A 
6 Then, (uhh,) then a turtle pulled 
him out. 
7 1 1  A 
7  Then they played with the turtle. 6 1  1 A 
8 But the turtle (turned their s—
backstabbed them. 
5 1 1  IE 
9 And the boy was trying to take 
away the dog from the turtle.  
13 1   A 
10  But the turtle (l- wh- wh- was 
not) did not know when to give 
up. 
10 1   S 
11 And then the turtle gave up. 6 1   A 
12 And then the dog was kinda sad, 
but relieved at the same time. 
13 2   IR 
13 (M-) (then the boy, um, well) 
then the dog got stopped by (I 
think,) the turtle again. 
8 1   A 









15  And then the dog was all (th-th-
th uhh) completely submerged 
into the water, except his leg. 
14 2 1  IE 
16  And then the boy basically 
stripped himself of all his 
clothes, except his underwear. 
14 2 2  A 
17 (Umm,) and the dog was barely 
swimming. 
6 1   S 
18  And then (um, he, then) the kid 
got his pants back on. 
9 1 1  A 
19  Then he got his shirt back on. 7 1 2  A 
20 And then the turtle finally died. 6 1   A 




Then (eh), another thing, bit, (I 




   
23 (Uh,) no, nothing bit.  3 1    
24 But then the kid started digging 
up a hole. 
9 1 2                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                    IE
25 XX He dug more. 3 1 1  A 
26 And then he found a flower. 6 1 1  S 
27 Then (the) the turtle realized how 
dumb that he was. 
9 1 1  IR/R 
28 And he just lived like he should. 7 1 2  A 
29 The end. 2 1    
 
 
Narrative #10 ASD 
Age 10 




Transcript Length Ties Story 
Grammar Words Clauses C IE 
1 Did you know it’s (the XX,) the 
picture? 
 
6 1  1  





2 (I said,) I think it’s fishing. 4 1  1 S 
3 Is he fishing? 3 1  1 S 
4 He is fishing. 3 1  1 S 
5 And pineapple. 2 1    
6 S--he is fishing. 3 1  1 S 
7 Fishing with a dog. 4 1   S 
8 He’s chasing with a dog. 5 1  1 A 
9 Where are the boy? 4 1  1  
10 He fell in the water. 5 1 1 1 IE 
11 He is swimming. 3 1 1  A 
12 Is he swimming? 3 1 1   
13 (And the turtle) (it,) it’s a frog.  3 1   S 
14  This right here.  3 1    
E Mmm,hmm.      
15 It’s a frog. 3 1   S 
E Mmmhmm.      
16  (And when does—) 
(understanding XX) swimming 
with the dog, XX them on a tree, 
not in box, (not in a dog,) not on 
a dog.  
15 1   S 
17 You let me be! 1 1    
18 And what do I have to say about 
Sam I Am? 
11 1    
19  I don’t say about the dog, Sam I 
Am.  
9 1    
20  (And I don’t say)—and a lot of 
cactuses.  
5 1   S 
E Mmmhmm.      
21 Now, turtles, cactus, turtles. 4 1   S 
22 And a boy, and a dog, and a 
turtle, and a frog. 
12 1    
S 




  S 
24 (Then the thing is) (the dog,) the 
dog is right here. 




25 And the dog XX stay with the 
fox. 
7 1  1 S 
26 And the fox say, is XXX. 5 1   S 
27 And XXX three little dogs 4 1   S 
28 Until he’s walking in water, 
okay? 
6 1 1  IE 
E Mmmhmm.     P 
29 He’s going to walk on there. 6 1  1 S 
30 To walk around (in the,) in the 
track. 
6 1  1 S 
31 And (bringing,) bring the dog. 4 1   A 
32 Okay. 1     
E What else do you see?      
33 XX and the frog and the bird and 
the dog and a boy, kay. 
13 1  1 S 
34 And the, (the bo--), (the) dog say 
to the frog or the fox. 
10 1   S 
35 Okay, there. 2 1    
36 (Mm, and,) and the boy was 
going swimming with the frog 
and the dog. 
12 1   A 
37 And this guy right here was 
trying to swimming right with 
the frog and the dog. 
16 1 2  A 
38 Where are the puppy dog? 5 1   S 
39 (After the oxygen would)—fell 
in the ditch. 
4 1  1 A 
40 Then water became this XX  
dusty rivers. 
6 1  1 S 
41 Barked at the tree. 4 1  1 A 

















43 And he’s going to dry off. 6 1 1  IE 
44 He’s going to dry off. 5 1 1  A 
45 And (this, this,) I disagree with 
the frog and the dog and so, I 
disagree with Ms._Lindsey. 
15 2    
46 And the dog swim. 
 
4 1   A 
47 And going dry the XX, XX. 4 1  1 A 
48 (The,) they’re all going to 
swimming. 
5 1 1  A 
49 He’s going to dry those pants. 6 1 1  A 
50 XX, those pants are the boy and 
dog and frog and turtle and the 
dog. 
14 1 2  S 
51 Okay? 1 1    
E Mmhmm.      
52 (And he’s going to,) he’s fishing 
and the river. 
5 1  1 A 
53 So, (fox holes,) the fox holes 
XXX each XX fell in the air 
(and) or in the air, to call 911 or 
XX in the ditch or in the tree. 
24 2  3  
54 XXX      
55 They was feeling Sam. 4 1 1  A 
56 Juaquin’s feelings, (like that) 
about fox holes. 
5 1    
57 Where does a fox hole lead? 6 1    
58 (And going all,) going trip to the 
home and there’s a XX and he 
keep the fishing pole in there to 
XXX. 
17 3 1 2 P 
59 Going XXX. 1 1    
60 And (use the shovel,) XX using 
the shovel to XXX. 
5 1  1 A 
61 XXX Cat_and_the_Hat, and he 
doesn’t like green eggs and ham. 
9 1 1   
62 Not in a dog, not in a tree, not in 
a car. 
12 1    
63 You let me be. 1 1    
64 If you let me be right now or—. 8 1  1  
E Hey, buddy. What do you see 
going on in this picture right 
here? 
     





66 (The)—where are the puppy 
dog? 
5 1    
67 And those guys are in trouble and 
changing out their clothes and 
they’re all wet. 
15 2 3  A/C 
68 They are getting boots dry. 5 1 1  A 
E Almost done.      
69 ‘Bout, this bird was eating a 
fishing pole.  
8 1 1  A 
70 And then he’s eating the fishing 
pole? 
7 1 1 1 A 
71 And he’s going right back in the 
water till turtle eats the fishing 
pole. 
14 2 1  A 
72 Then (and so,) good to bring the 
frog in and the dog in or 
something. 
14 1   A 
73 And XX on the bottom here, I 
told you. 
8 1  1  
74 Did you know XX that the 
Cat_in_the_Hat said. 
7 1    
E What’s happening in this 
picture? 
     
75 He stealed the fishing pole and (it 
needs,) the dog was going for 
walk. 
12 2 1  A 
76 The end. 2 1    
 
